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Managing Classroom Activities in Junior High
:§ﬁgiish Classes: An Intérim Report

: ﬁaiter boyie
Aﬁétract - ~

For ‘this Iqterxm report, narrative descr1pt1ons of class sessions

: conducted by seven junior hxgh school English teachers were used to map

-

the vy activities were managegiunder_different circumstances. Five

' major thémes emerged from this preliminary analysis: (1) the effect of

the junior high school class schedule on ict}vity systems; (2) the

nature of act1v1t1es and their contexts, (3) activity boundaries and

‘indicate that successful managers were able to: (1) construct lessons’

that fit the exterﬁaiiy-péced éché&uie of the school day; (2) use

act1v1t1es that had a clear program of action for pérticip&hte;

'(3) exp11c1t1y mark the buundaries of act1v1t1es and the transitions

between act1v1t1es; (4) demonstrate situational awareness by attendihg
to" details and commenting on events taking place in the room;
~ (5) protect activities until they are establighed by actively ushering

" them along, focus1ng public attention on work, and ignbriﬁg mfébehévior

that disrupted the rhythm-and flow of events; and (6) Push students

’

thr0ugh the curr1cu1um even when m1sbehav1or was prevalent ;n the
. \
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AN ‘This intérim report contains a summary of the current status of the

éﬁéi§§i§ of activities in 5unior‘high school English classes and an
/

-

:th1s project. i
777777777 [ ]
: The analysls presented in this report was organlzed)around the

. S
issue 6f‘hoﬁ‘éi§éiiéﬁéé& teachers solved the problem of achieving and
suétainiﬁg afaéi; nayié (1979, 1980) has arguéa that: éaé aaiaiﬁg the

.
'

rooms; and (b) order in classrooms rests primarily on the system of
activities (1 e.; arrangements of people and space) a teacher is able to
establish and operate. 1In this view, successfql teach1ng is groundéd in
the management of classroom activities:

For this study, which is part of a larger effort to undersr&hd how
classrooms are managed (Doyle, iééé), narrative descriptions of class
sessions conducted by seven junior high school English Eéachgrs.ﬁere

A4  used to maﬁ the ﬁii,BEQéf was achieved under différent Eifébﬁgfiﬁééé’

7

a bounded segment of classroomrt1me characterxzed by an 1d§nt1f1ab1e

(a) focal content or concern and (b) pattern or program of éétibﬁ'(Gﬁﬁp,
1969; Ross, in press: fiﬁﬁéf;ti986)* Classroom activities are commonly
labeled by §eat1ng arrangements (e g:, seatwork, small group discus= ‘

sions, whole-class preééntafiéﬁé, éEE;) or by,coﬁtent (é g.; art;

arrangements of students). Other key dimensjons of an éctivity are:
duration, the physical spacé in which working occurs, the type and
number of students, the props and resources used; and the expected

behavior of students and the teacher. Activities, in other words,
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reprgsent the various ways in which groups are strstuted, information

\ ig communicated; and resources are used in classrooms: The identifica-

-

tion and analysis of these segements of classroom time “makes it
possible to describe classrooms in a manner that respects their,

] } -
structure and internal differentiation" (Ross, in press). Such units

- -

a;z also likely to have meaning to the participants in classroom life

(Burnett, 1973; Erickson & Shultz, 1981). . - .
Previous reseach that has qgéd_éhé concept of aétivity has shown
ihekfoiioﬁiﬁg: . '

1. Teacher cogn1tibh is bfgaﬁizéa S?bﬁﬁd the task of.hahaging

activities (Clark & Yinger, 1979; Doyle, 1979; Shavelson & St&rn, 1981).
The activity, in other words, is the fundaméntal unit of teacher think-
ing. An analysis of what teachers knoy abdut activitiés and how this

knowledge is organized for use--what Shavelson and Stern (1981, p. 481)

likely Eé prpvide a reasoriably complete picture of teachers' classroom
knowledge. ‘;\ ’

2. Types_ of activities are significantly related to the behavior

of teachers and students, in particular the level of student involvement

in work (see Rpss, in pressy for a review)., In addition, involvement,
! 7 )
éspgciaily for low achievers, is typically higher in whole-class.

presentations or recitations than in seatwork. Involvement ‘is also high

when’ an activiiy is éﬁternéiiy pacéd; téébﬁé? &itéctéd; and uses a
S i 1 - . g . e N e e e -
signal system for information. Because of their relation to
) : \

involvement, the.study of activities is likely to provide information on

ﬁ&ﬁkiéfachieve conditions of effectiveness in classrooms.
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3y Only a few types of activities--primarily seatwork and recita-
tipﬁ in elementary classes--account for a large’ portion of classroom

time (Ross, in press). There dre, however, distinct differences il the

the ability levels of the students (Evertson, 1982; Sanford & Evertson;
1981). These findings suggest that a qualitative, rather than simply a
) X

quantitative, analysis is necessary to understand classroom activities

afd their management.
Laa Y

r

efficient activity system in establishing and maintaining order in
classrooms. Thjis research has also shown that effective managers spend

-~ N 1

with different activities: Most of this work has focused, however, on
- S I ]
what characterizes an effectively managed class rather than on how

teachers achieve and maintain these conditions of effectiveness over
long periods of time in classrooms. The present study is a pretiminary
effort to extend our practical k;ow1edge of management effectiveness, by’
.mappiﬂg the practical réquirémiﬁts of ﬁéhééihg aétiﬁitiéélbé a ;‘\-( .
con:;nuiﬁg Lgs@a, By tfécihg how a»nhmbé;’ofrtéééhéré in a variety of
_classes establish and maintain activities, it\éhéhla be possible to l

?étﬁuiate propositions about the iikéiy coﬁfigufatidh of events Qﬁ
s : . o , e ) o
classrooms and thus to specify more fully)ﬁhat a teacher needs to know

in order to achieve and sustain order in classroom environments.

A K -

Procedural information of this type would seem to be an essential

ingrediffit in the knowledge base for classroom practice and a funda-

mental fomponent of the content of teacher education (see Doyle, 1981).

[ 3
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; _ . Method | ' A g

Sample and Data

Data on seven junior high school English teachers were selected

from the a sample of 25 English teachers who participated in the Junior

High Classroom Organization Study (JHCOS) conducted previously at the
L _condy

¢ R&D Center for Peacher Education (see Evertson, Emmer; & Clements, ’
1980). The data on each teacher consisted of approximately 14 detailed
: 7 .
narrativd observation§ in each of two class periods. Observers were
instructed to focus on classroom rules and procedires and how activities:

were conducted:. Observations were made throughout the year with a

concentration on the first 3 weeks of séﬁobi; For the'ﬁsst part, the K
narratives are reasonably complete representations offthe behavibr ‘
stream .(Barker, 1968§'Guﬁ§,_i967) %BéE contain: (a) "scene coordinates"

(Burnett, {973, p. 293), i.e., descriptions of participants; physical

arrangements, objects and props, and time: and (b) running accounts of
.7 o o e. - - N
action within these scenes. , -
. . ’
‘In addition to the narrative records, gggghéggﬂgégghggggﬁughméwu-""_«”:“““_“

PP S T PR PP

variety of management scales (covering euch items as success of students
& i . i . -

task orientation of the class, and amounts of disruptive and inappropri-
ate behavior); and students' engagement and achievement weré measured.

In addition, it was possible to estimate the relative effectiveness of
- tééchéré:iﬁ the analysis. ' | . | |

ibr.éUrpbéés of énélysié} teachers were é?gdﬁéa into pairs who
differed on ihﬁica;ors of maﬁagémeﬁt;éuccéas but who worked ai:ﬁ'éiaiiai
Populations of students. The rationale for this pairing is as Follova.

-

¢
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In essence the narratIves contain descrlpt1ons ‘of teachers go1ng abqut

’ .

. the process of solv1ng, w1th varyxng degrees of Success, the problem of

- o R Y e

achxeving order in c1assrooms. A central problem of ana1yz1ng these

narratiVeg is. that the events" bexngxdescrxbed are actually a product of
‘,6:!_;, , ‘_’

,,1 R

.
PR Cee

skills of “a par&ucular teacher }n meeting these demands. Thus, descrip-

>

t1ons of the task env1ronment ahd descr1pt1ons of how the task was
N v,
accomplished aré intertwined. .

The use of planned comparisons was seen a5 a way of partially
. o 7 ) . o - .
unfangling task and performance dimensions. By.selecting contrast1ng
. e . ol
cases of teachers who differed on indicators of management success but

who worked with similar populat10ns of students itwvas possible to

A B P P S
"Control" to some degree for dimensions .of the task environment while

- . s — e e ——em = — o = Tl . R N

performance was allowed to vary. 1In addition; by using both
~ ’ . _ :
"successful" and "unsuccessful" teachers, it was possible to study
» I -

management m1stakes whxch‘often reveal the structure of the env1ron-

i - -
-

“menfal demands more c1ear1y while, at the.same t1me,-hav1ng a p1cture of

O
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what & smotth performance m1ght be. " Mistakes are also useful because
they often occasion a need for a teacher to attempt to "repair” the
4

situation. Attempts to repair are frequently rich with information

i

about how teachers think about classrooms.
The indicators. of management success used in forming pairs were

four sca1es from the component ratlngs (v1z., student success, amount of
P

1napproprtate behaVIor, ‘amount of d1srupt1ve behavior, and task-oriented

c}1mate) and ranks on academic gain. The pr1mary populat1on character-
1

istic was the class mean on enter1ng academic ab111ty, w1th some attempt

. to have d1fferent ability levels represented among the teacher pairs:
¢ :

o

£ om



v
Data on the pairs included in the present analysis are given in

Tables 1 and 2. (These figures are derived f?&ﬁ- the quantitativg L
indicators used in the original JHCOS study, and the tables include
information aboyt the total sample of English classes selected for an
‘analysis of activities.)
.‘The first pair-—Teachers 14 and 25--can be described as follows:
T;écﬁér iﬁ: -
Period 1 - This was an average-ability 7th grade class with
s d - a pretest aciiiévémé_ﬁt}'rahié of 17 and a posttest
' rank of ié for the sample of 34 classes. The
pre-achievement and post-achigyemént means were
approximately equal to the mean for the sample. |
The r;siauéi'gain score for the class was'2Q out
tof 34. The class was characterized by relatively
high agsunis of wh@ie—ciassyinéiruéfidn compared:
to seatwork, low task orientation.and success,
éﬁa a moderate level of iﬁiﬁﬁ?éﬁf&ifé behavior:
ﬁifiﬁéé ‘across the yeat ;ﬁaé a decrease éﬁ task
orientation snd an increase @ﬁ?inaﬁbféﬁfiate‘
behavior. ‘
sPeriod 2 - This was an avéfagé:abhity 7th grade class with
a_pretest aciiievé'met;;t_i-;ﬁic ofﬁj and @ posttest /
- . rank of 1B for the sample of 34 classes. The '
S Bré-achisvemnait mean _was slightly above the mean
for the sample and post-achievement was approxi-
. l mately eqﬂéi to the sample mean. ‘fhe residual
'gain score ranked 24 out of 34. The class was
ot ) ) h
N —6-
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Teacher 14

all rating

aaé,ibwest
Teacher 25:

?eriod 2 -

Period '5 -

N -

- 0
character1zed Wy relat1ve1y ‘high amounts of

whole—ciass 1nstruct1on compared to seatwork low

amounts of 1nap%fopr1ate beﬂavxor Lﬁépptbpriage‘

behavior remalned stable thrOughout the yearf
. . \ R R -
had 11 years of experience and received an over-—

on management succe&s of 1 on a 5—po1nt scale (1

'
-

and 5 was highest). T o o 4

’ o . NS
This was a low-ability 7th grade class with the

lowest pre- and post—achievement means 'in. the
A -

- sample. The feeidﬁél gain score ranked 13 out Df

N

34. The class-was;rharacter1zeq by relatxvely
high amount s of sdatwork versus whole-class

1nstructi6h, average success; moderate task '
orxenuatIOﬁ; and an<§ver836‘léve1 of inappibﬁii;

ate behav;or. Task orlented behavior decreased

7777777 e '
and xnapproprIate 1ncneased across the year.

- v .
There :was a sxgnrftcant negative correlatiOn

between entering and iéeiduai gain, Endica:ing
that . loweréab111ty students did better in th1s

\\, »

a pretest achxevement rank of 22 and a post ranks

of 23. Both pre- and post—achxevement means were
\

-

below the mean-for the—sample. Res1dua1 gain
.rankéd‘ié of 34.‘ The class was characterriéd by .
A .
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:°; ,. _ ~ ~ . S
relatively high amounts of seatwork versus

= .

o . : R :
whole-class instruction, méderate success and

t*ékJOriéhtatlon; and an average level of

’ (i

-inappropriaté behavior.

_ The teacher had 8 years of experience and received an over-

-all obsefvéé3£a:ing of management guccess of 5 (on a 5-poiﬁt

scale).

o | 7(, ; = 4 \

The second pair for this study waa Teachers 22.and 27, who can be

depicted from the original quantitative i@dicatoré as' fol1dws:

¢

Teacher 22:

AN

Periofl 4 -

NN oL
. {’ N
This was an average-ability 8th grade class with
477;77;.’7 7777'777 7.7: ) ) . o
a pretest ‘and posttest achievement rank of 19.

. Pre-achievement meag was nearly equal to the mean

for the sample and post-achievement mean was
below the mean. Residual gain ranked 28 of 3.
The class was characterized by relatively high
amounts of seatwork versus whole-class instruc—
tién, moderate success and task orientation,
mo&efa:e inabpropfiécé béhavibi;:a;a high‘aiéfﬁﬁi
iive behavior. Ratings for cﬁi; class imp:o?ed
across the yééci'esééc{aiiyfin the disruptive

behavior category.

- This was. an avérage-ability 8th grade class with

a pretest achievement,rank of 15 and a posttest- -

- : . L
rank of 17. Pre-achiévement and post-achievement
T U 7 7 o .
means were slightly above the mean for.the

sample.' Residual gain ranked 23 or 34. The ~=
i i . ) ~ i§

- -8 . ‘ L \I
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class was characterized by relatively high

amounts of seatwofk versus whole-class presenta-

tions; moderate success and task orientation, and-

moderate levels of inappropriate and diéruptive
-4

behavio?%. Success increased while 1nappnopr1ate

; and d1srupt1ve decreased across the year. .

The teacher had 20 years of expdr:ence and tecelved an over—

Teacher 27

Period 1 - This was a high ébiiity Bth gfaae class with a

Period 4 -

rank éf 3. Entering and ﬁost:ééﬁieQeméﬁE'Eéiﬁgv
were more than one standard deviation above the

mean Bfiiﬁe sample. Residual gain ranked 2 of
34. The class was characterized by nearly equal -

4 ' - —
amounts of seatwo’k and whole—class 1ndfé:¢t1on;

.h1gh success and task orIenthIOﬁ;béhd"IOWiiévéiﬁ

. o

of disruptive and inappropriate behavior.. --

Success and task orientation increased during Eﬁe{

year.

v

with an enter1ng ach1evement rank of 8 and a

pbst—ach1evement rank of 7. Entertng achtevemeﬁE

deV1at1bhréboVé the mean of the sample. - ﬁe@idgai

gain ranked 19 of 3@. The tlass was EESiEEEEE-'

ized by nearly equal amoupts of seatwork and
- - . ¢.\ . - o .

W
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. - whole-class instruction; high success and task

RS SRR R A =

| L behavior. There was a ‘significant negative
‘;mf\ Ty correlation between entering and residual gain
Lo  suggesting that lower ability students did better
I ofgr- ~u;}.i : ...77 :f,,*, - h 7 7 o
P e in this class relatively to high ability \
SR 2.1:~‘. . . students. " - R
S . _1. .,3;ﬁ§ftéachér'hh& 2+ years bf:éxbériéncé and received an over-
’;p; }1 ‘éii 6$§§fﬁétﬂréti§é.6f_§ on a S-point scale.
Y The fiﬁéi?ié{g 6§§¢§ni§ué'in that it iﬁVOigééiéiESEEQ of three
] .:eaéﬁéfq}_ fﬁd‘;iafsés;of iéébhéf;&i'cbﬁp&réd to a low-ability class of
| . Teacher 2 and a high ability elass of Teacher 3. This particular pair-

" ing was done to achieve appropriate ability-level comparison groups for
. . ' P ’ .
| Teacher 42.  Teacher 42 is unique, also, in that the teacher received
{ high residual gains in both classes but a low overall observer rating.
‘The éléé;éé iﬁ this pair can be described aé‘follbﬁs: ’
Teacher 42: .

Period 2 - fﬁié bﬁé;é‘ﬁiiﬁ:aﬁiii%§ 7th grade class with the
- ‘highest residual gain score in the sample. The
é#térihg achievement level was approximately one
standard deviation above the mean for ihe':ample
4 iné ranked fourth. Post-achievement was greate:
than one standard deviation above the mean and
ranked second. The class was characterized by

relatively high amounts of whole-class instruc-

S tion, moderate success and task orientation, and

13

' ."_, - ‘ -10~

orientation, and low disruptive agd inappropriate



behavior. There was a significant negative
correlation between .entering achievement and :

“residual gain suggesting that lower SBiiiiy
. students di% Béttéf than higher abitity
students: |
Pekiod 4 - This was a ioa:abii{t§ 7th g;aaé\61ass'aiEh a
“’ 'ﬁrefesf ;chiévéhéht mean ranked at 33 of 34 and a
posttest mean ranked at 25° The entering
achievement and pbétféquEVEméﬁt were more than
one standard d8viation below the mean of the
sample: The residual gain score ranked fifth of

N , - relatively low amounts of whole-class instruc-
tion, low success and task orientation, and high
amounts of disruptive and inappropriate’

Teacher 3:
Period 5 - This was a high-ability Bth grade class with a

level was more than one standard deviation above
the mean and the posttest mean was above the
mean. The residual gain scored ranked 15 of 34.

=11- ;

14




¥ . . The.class was~gharacterized by nearly equal
amounts of -seatwork and whole=class instruction,
. : high siccess and task orientation, low disrup=

tive, and moderate ieveié of inappropriate
behavior. There was a éigﬁ%fiCQnt negative -
correlation betweén entering achigvement and
residual gain, suggesting that lower ability
_students did better than higher ability students
in this class. The teacher had 7 years of
experience and réééiVea an overall oB%erVer rat-
ing of 5 on a 5-point scale.
. Teacher 2:
Period 4 - This was a 16§;ébiiié§ %EE grade class with a
pretest and posttest achievement ramk of 30.
Both pre- and®post-achievement means wére more
than one standard deviation below the mean for
the sample. The residual gain score ranked 17th
out of 34. Thé class was haractérized by
Y slightly less whole-class instriction than seat=

work, moderate amounts of success and task

of inapprbpriage behavior. The teacher had 8

observer rating of 5 on a 5-point scale.

Procedures for Analyzing Narratives.

. The central problem bf.thii'ihélyéib was to move systematically

from the concrete and particularistic details contained in the narrative

15 . -12-
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records to more general prbpositiOhs about how ‘teachers manage classro

sct1v1t1es. in travel1ng thIB d1stance, 1t was also necessary to

e dmea e ma e

preserve the dynam1c qd%lity of classroom processes, to keeputhe act1on
mov1ng as 1ncreas1ng1y more-absttacc proposit1ohs uéré formulated.
Ehéég p}obiéms were addressed B§ (i)‘désigniﬂg a sequerice of three

: atagéé;iactivi:y’dééé?iﬁfiéﬁf activity anaiysis;‘sﬁd COmpsrétiVé
g:;iysisﬁ:éaéh\Sf which involved Efsnsforﬁing the record into & more
general Mescription of classroom processes; and by (b) maintaifning a
focus throughout the sﬁaiysis on the arrangement of events in time (see
Burnett, 1973; Erickson & Shultz, 1981): |

The first tﬁb'iEVEis of the analysis héié»éi??ié& out with .a singié

teacher across all observat10ns, descr1b1ng first the confxguratxon of
events in each class meeting ana then thé overall configuration fbr the
‘year: Ailtgyei 3, teachers were f1rst compar ed w1th1n pa1rs.§ﬁa then °
across pairs to generate more general propositions about the likely :

o~ lébﬁfiéﬁEéEigﬁ of events associated with different saiu:ions'ta the

" problem of maintaining order in classroom env1ronments The sﬁsiysis at
this third level was designed to,geﬁérsts models of the task eﬁv{ioﬁmEht,
and the consequences of &ifférsni'"sqiution stratégigs" used inlfhis
environment. . B . | ;

It is important to emphasize that; although théasiievéié of .
aﬁaiysis aré distinct, they are not totally separate, The analysis at
the first levels was aohé-éith an sye'tbwsfd'fﬁé'EéiﬁiEéméhEs of the

analysis at the higher ié*?}?‘ - L - | .

Level 1: Activity aéséfiptibh. The first level of descr1pt1bn‘
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Five steps were followed in writing an activity analysis for a single

meeting:

. T S ’ . : .
1. Read thtough-the entire narrative: L '
2. Go back throagh the narrative to divide the me&ting into -

naturdl segments and then calculate the number of minutes spent in each
segment . | ”

3. Go thrbugh each segment and write a description of (a) what the
teachéﬁgﬁﬁd students géﬁéfalli.did to carry bUt/thé éégmént and (b) any-
ma jor managemeﬁt.incidenté‘(é.g.; disruptions) that occurred during :he;7
segment . .éﬁnéiude thevde8cripfionvby d;vising a descriptive iabgi fér_

<

this segment:’

4. Describe all transitions between segients. s

5. Record éﬂy comments about major themes or péttérns ﬁﬁich;éééméd
to be emerging from the descriptions.

Although these steps appear relatively simple on the surface; they
1nvolved several complex analyt1ca1 processes. The goal of an activity

descr1p§ﬁgn is not s1mp1y to shorten & narrative: Rather; the purpose

is to transform the behavior stream depicted in the narrative record

into the basic analytical unit for the analysis, namely, the activity.

In Burnett's (1973) té;mé; "The conceptualization of dctivities is
anogher,reconstruCtion af.aESCfip§ivé d&té several idgiédl steps removed
and, therefbre, at a further iéVéi of ;Bétréétion from the coordinates’
of the scene and the stream of action" (p. 294). This was a fundamental
step in ‘the analysis since "the éoﬁcep: of activity bridges the level of
description involved in micfoevents with the level of symbolic meaning
and manifest function of #he culture in which the events take place"

(Burnett, 1973, p. 294).

£




A

' following information:

= -
-

T4 identify activities ip a behavior stream, four factors or

~

dimensions were considered: , . o o o
2. Differences in props and resources used, sucﬁ as,books versus
films or teacher lecture; |

R Differencegi%n roles and reSppnéébilities7f§;\car;ying out
immediate actions and éyéats; such as a shift from ansyéring public
Quéétion§ oféiiy £6 writing ‘answers to workbook exercises;
s 4. Differences in "rules of appropriateness” (Erickson & Shultz,
1981, p. 156) i.e., diféeeaéges'iﬁ the kinds of behavior which are
allowed and disapproved, as iﬁ\fhe differences between behaviors during
snack time and those duringtsilégt reé%?ég.

A change in one or more of these,dimensions was used to signal a

overview section which contained a statement of the number of segments

and the number of minutes devoted to each segment..-For example:

..

This class session consisted of four sefments:
2. Study period for spelling pretest (6 minutes)
. 3. épéiiing,prétéét 9 mindté35
4. Seatwork on spelling (25 minutes) v
6nc§ the behavior stream was ségméngéa, it was then necessary to
describe the segments. beécriptions;of‘;égménbs contained at least the

N

—
0g)
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]’ 1. A general characterization of the activity, focusing on the
p ‘- oot .,.,.:.A:,,.,.i,,.i.,.v.,:f..i.i.. e
.arrangement of students, the props and resources used; and the content;
Lo ) * ] - -
! + 2. What the participaqgs did, with special attention to what

‘actions the teacher used to introduce and keep a segment going and how

’

»

successful these actions®were in management terms, i.e:, work involve~-
~ .

ment and disruptiveness;
3. Any actions by a. student or several students which seemed to °

T
v

4. The extent to which the total class was incorporated into or

excluded from the core actions necessdry to carry out the activity.
. , : .

(eig:; a discussion with four student§ in the class participating versus

events in time was preserved. Attention was also given to points of

"trbqﬁié“ because such occasions are often useful in re?eaiing informa-

- tion about the nature of tasks and how they are accomplished. |
Once a segment had been described, a short descriptive titie was
devised, e.g., "Lecture with textbook as a Prop. and inserted teacher

1

y Questions." ‘This labeling of a segment was intentionally delayed until B
5 N - . . . .

a description had been written to prevent premature closure and to avoid
V4
letting labels carry the burden of description. 1In addifion, an attempt

was made to devise labels that were "delimited andvdefined according to

contrasts inherent in the data themselves and not according to a priori - .

~  notions of pertinent';;scriptive categories" (Frake, 1980, p. 19). The

purpose was to capture in brief the essential features of a segment t
facilitate locating segments for comparison at other levels. of analysis.
But the emphasis remained on the qualitative features of segments. The

' 19 .
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‘tions of instructions for seatwork to seatwork itself. Each transition \

o r

generai forms activities can take 1n classrooms are probabiy 11m1ted to -

et e - i e l

PR

small group work, and discuss1on. Yéti there are 11ke1y to be qualita-
tive differeices within general forms, and these differences are
probabiy 3ssaéiaééa ;ith,msintsinin}~brder in classes .- h

The 1dent1f1catton of segments in a behavior stream ;13; 1nvolved

»
-the locat1ng of transitionms; i; e:; the jhnCtures between segments of
N Do .

work1ng. Transitions vary in.character and duration depending upon a

number of factors, such as the types of activities between which the
. ! S B . i -

transition fits. 'Indeed, it is often difficult to locate precise

beginning an§~end1ng po1nts for trahsitions (Arlin, i979) Part of this

"bbundary indeterminacy" fésults from the redundancy of cues which

. sxgnat to members of a group that "someth1ng new is happenxng" (Erickson

)
& Shuftz, 1981, p. 150) ™ Thus, at the end of segments EheEe are several

indications that the event is coming to a close and a new place for
working will be constituted shortly. In addition, teachers vary in the
extent ;6 which they clearly demarcate seémén: boundaries.

%n this analysis, “transition" was a mahdatory category between

activities even though a ehange may have taken a very _ short period of-(_

time, as ifi the typ1ca1 case of transitions from whole—class presenta-

was then deacrihéd so that this information could later be related to
, )
different :ypéa of activity segﬁéﬁts;
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namely, "opening" and clos1ng." These categories rqfer; respettively;

.
’ . v

to how the class session was started and how it was brought to an end.
The opening section covérs thé period of time from when the students

-17-
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began to entér the room td the start of the first academic work. In
many cases, opening time was used to present information about

procedures or to announce special events. Sometimes teachers used this

. time to make general comments about deportment or the quality of work.

period from when the last actiJ&:y was brought to a close to the time

///égaa;ﬁes left the room. (The closing ca:egar§ was not used if the
6;;é%9§§iéﬂ'éﬁ&é&iﬁéféié_iﬁé class session officiaiiy closed. In -such
cases, Eﬁé absence of the closing caiego?& vas simply noted.) SECEﬁéé
3péﬁiﬁgs and closings are transitional in nature, the m#ndétary transi-
tion category was not used between these éééménf?'and the activity |

Finally, ‘an activity description was concluded with a section
devoted to comments. This éeétidn contained two ééﬁé;:i types 6%
information: (a) a description of the context of the class session,
focusing on such matters as the time of the day, the day of the week,

and any school events (such as football games or assemblies) that may .

analysis at the next level in which propositions about sessions across
the year were formulated. - > @

In summary, a completed activity description contained five

components: (a) a general overview of the session; (b) a description o
the opening of the séaéion; (c) one or more segment descriptions with
ihg mandatory transitions between segments; (d) a description pf'the way
the session was closed; and (e) comments.,  °*

. 21 -18-




Level 2: Activity analysis¥ Once all class sessions for a single

:%éiéﬁé§ vere analyzed, a general description of how management was
accomplished iﬁ_the_ciééé.atﬁpéé the year was written. For the junior
high cases in this study, two classes of the samé teacher were observed.
The analysis was therefore conducted across ;il sessions for a single

‘class: This analysis provided a history of a particular cladsroom group.

for the school year. The basic analytical unit was still the activity,

but the focus shifted to questions of how the segments wére managed over
longer periods of time and how one meeting influénced and was influenced

transform the activity descriptidns into more general propositions about

+

the configuration of events across the year. Analyses at this level and
7 ! : e
- the next also dealt with the problem of variations across instances for

to be expectéd bécause any given task can be accomplished in a variety
of ways. -
o B T
The probigm of variation was handled in this analysis by emphasiz-

S

ing the functions of activities as "sobutions" to the tasks of maintain-
iﬁé order in classroom énvirbnheﬁts.nﬁThié functional analysis can be
iiipéi%aied with respect to the management concept of monitoring:

_ Monitoring can be defined as the gathering of information about events'
taking place in a classroom;, and it can be argued that monitoring is
fﬁﬁétiohéll& ﬁéééééif& for the Eimiag of teéchég iﬁtérVéﬁtio;s (see

described .in terms of the teacher's position in the room, the amount of
) 7 : - o 7 o

scanning across regions of the class; and the apparent targets of the

teacher's watching. Obviously monitoripg can be carried out in a

Y

v -

‘o
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e T SO S
: variety of ways, i.e., several different acts can be functionally
" ' equivalent even though the particular features of tiiSse acts are quite

dissimilar. The emphasis on management functiong depicted in tfe
narratives and the activity descriptions operated at each level of _-
\abstractjofin the analysis: .

? Two stages were involved in transforming activity descriptions into
mote abstract statements about activity managementld The first stage

consisted of a quantithtive summary of the activities that occurred
:agring the year. This summary iﬁél&&é§h§ﬁf6EE§Ei66 about the number and

: z ’ .
distribution of observations; the types of activities and the time
devoted “to éach type, and the types of class sessions. Attention was
also givén-tﬂ’variations Y these aimensions associated with the time of
the year, sith as the first ﬁoﬁtﬁ 6f écﬂooi.‘ghé Christmas'holidays. or
the éné of the year. | 7

This quantitative summary, focusing on the distribution of a®tivi-

which classroom management was accomplished. This picture,did not,
however, show much of the dynamic quality of classroom processes. The

i . i~ :
next stage of a Level 2 analysis was directed, therefore, to the

' déscription of the classroom as a moving system: Two aspee§§ of this
moving system weére described: (a) the format and routines; i:e.; the
»stanaard ways of ébing.thihgé.iﬁ the class; and (b) the strategies and
'ﬁ&héuvéré. i.é.i-ﬁhét thé;tééchér did to start the activity system and

.

keep it moving in résponse to changing circumstances. Attention was
given, in btﬁ%r words, to both the common patterns and the adjustments .
made to accommodate novel instances or events. In describing strategies

and maneuvers, information concerning the misbehavior patterns of

ERIC -
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s
T “”“Eéﬁééﬁis ‘the desist atyle of the teacher, the management of act1v1t1es,
. o
> and thé& m management of the publig’ arena of the classroom was ﬁfaiidea

o | of
In a&aitién;ICDns1derat1on was given to the arrangement of events ‘in

t1me and to the relations among events.

? Patterns described at Level 2 were Considered tentative, penaihg a
aaaba;iaaﬁ<5i53 other teachers or ciaggés at Levéi j. The‘foimulating

tions 1nto more general pxopos1t1ons and to suggest features to look for_

N
‘in analyzing other EEBEB';'Q; A ‘
o Lével 3: Comparatxveuanglysls. The Level 3 ana1ys1s was des1gned
‘5 to transform Level 2 Efoﬁééxtxons about how individual teachers s;¥3ed

' the problem of achieving and maintaining order in classrooms into more |
general statemeénts about ébmmbﬁgtte%é associated wy

demands of the classroom environment: These statemeénts
provide a reasonably complete picture of the character of cliBsroom

L B 2 ) : . .
activities and the likely consequences associated with the use of ‘these

activities in aétﬁai situations. hééausé success in management and in
instruction is a known quality of the teachers in the sample, it was
also possible to make statements about the pattérns of activity manage=-
ment associated Qitﬁ‘teaéning effectiyeneés.

The first part of the analysis consisted of . comparisons of the two

teachers selected for dxfferent1a1 effect1vene§§ with similat groups of
‘ students. Once all paired comparisons were finished comparisons wére
made across pairs within themes that began to emerge from the analysig.

Summary. ~For this studs then; narrativé records were analyzed in
Summary. Ys s D .
: « L

three stages which moved systematically from a running account of the
S ¢ .
behavior stream to general propositiqns about how order was achieved in
v R . ] ' c . . )
o . . : - Z .

-21= 2%
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the classes. Teachers were selected who differed on dpecified dimen- °

sions of management effectiveness or activify use and who ‘worked “with’
. . » ) - = N : .

known groups of-students. Beginning with.individual teachers, narra-
. = L o _ ’ ' ' o o e |
tives for each class session were transformed imto activity?descriptions|.

and then general statements were constructed to depict the management
, .k ) . V | ) ' /
processes used by the teacher across the year. Comparisons were then

mide between pairs of :eacherg»a::°:7ong all teachérs within emerging

ft common patterns of activity

.

themes to generate propositions
I - . )
management .

Results and Discussion
For economy of presentation, this section on results has been /9

"\ organized around five fiajor themes that are beginning to emerge at
Levels 2 and 3 of the analysis: These themes are: (a) ghe effect of 3

nature of activities and their contexts; (c) activity boundaries and °

distinctiveness; (d) processes of getting activities started; and

(e) activity management and tﬁg curriculum. Individual cases examined

in this analysis will be considered imbofar as they illuminate these,

themes. 7 )
:

Activities  Within Sessions

.

Most studies of activities have been done in elementary classes in™
which time is allocated in relatively large block& and the task of b
segmenting these blocks into activity units is left to,the teacher (see

- el

_ . . - . I . P ;r-ot;"'
Ross, in press). In comparison, class meetings at the junior high level .

are .short--sessions are seldom more than 55 minutes: As a result; the

L 95 | -
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In the present analysis it appeared t¥at teachers sometimes  had

CoN : o N . . o L L

problems of fitting activitiesxiﬁt6 tﬁé tiﬁe constraints of’the single

class session. The most commonly occurr1ng act1v1t1es such ds seatwork

1

and whole—class 1nstruct1on, ofteh ran from 12 to 18 minutes. The rest

of the time was f111ed w1th openlngs and c10s1ngs transxt1ons,'and
o

2,

shorter segments of 1ectur1ng or seatwork. 1In some cases (e.g.’, Teacher

?

42) actx%ities ran short and-students had nothing to- dﬁ during the last

4

several m1nutes of a session. In other cases (e g., Teachet 3), é

a séssion or the bell for the end of the per1od 1nterrupted the last

act1V1ty 6f the day: ' : . .

.

' The problem of fitting activities 1nto a 55-m1nute class sesgion ‘is

. ~

related in part to the aBiii ty levels of the students. EvértSbn (1982Y“

found, for instance, phat, in comparison to average and high ability

classes, there was a freater likeiihood of dead time at the end of
sessions. A simiiar pattern emergea“iﬁ the present analysis‘ Ends Bf

sessxons were often ragged for low ab111ty oiasses. This student effect

+ . .

makes 1t d1ff1cu1t to determine whgther management success is related to

a teacher 8 gbility to "come out even" with act1v1t1es; NevertheleBS’

I.- "

there is some indicat1on in the présént analysis that the more effective

managers were consistently ab;e to fit act1v1t1es to sessions;
esﬁécﬁa11§ at the Beéinning'bf the year. In addition, more effective

marked the clos1ng of 3vsess1on with a dxstinct,rbutine for\ﬂismissal.
(EOre attention will;be given in a subsequent section to ‘the issue of

IR
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distinttive versus Biehded'sbgmenii and théir prqbabié-réiqiion to

management success).
One particularly difficult segmenting problem“existed ir classes

that were interrupted in the middle for lunch, as in the fourth j

for Teachers 22,.27, and 2. 1In these instances, activities had- to be™ T

scheduled to fit two sessions of ibpéoximﬁieiy 25 minutes. ‘In managing ﬁ"w

to schedule an activity to run gcross the lunch.period:’ That is, rather
S , ’ :

than finishing an activity before lunch and trying to start a new one

after, they let lunch intérrupt an activity that vas. then completed when ‘

students féthfnédrgo class. By carrying over an activity, ihsciuctiaﬁ. ’

were available to direct behavior for the start of the second half of
&he ééiéioh;‘ On téot{days,_howévér, this was often a difficult

‘technique to use. '

Preliminary results of the present analysis suggest that consider-

of sé:éiphn; 'The basic task each day was to get work started and
’ - ) ) B - - - - - ., ' — = . -
accomplished within a relatively short period of time. If many activi-

ties were planned, then the duration of each was short and several

latter events were often difficult to manage, especially in classes o
low-ability students. If only one or two actiyities were used, then

‘each’ segment ﬁaé'éomﬁiiitiVely longer,; and few transitions and atarts ~

were required. At the same time, long activities,' especially whole-
class presentations, often ended with very low involveient. As a

‘result, sessions with few activities often téﬁ out of work early. At
times a teacher (e.g., Teacher 42) would begin with long segments and

o]
-/
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N
then attempt a new start toward the end of a session. Achieving student

activities are embedded in sessions. 1In selecting and arranging activi-

.- -- R, L - - o - .- -
ties, therefore, a teacher must account for the time constraints and

natural rhythws of individual sessions. More attention needs to be

'given, therefore, to how session structures affect activities and how

the problem of fitting activities to sessions is solved under different

Activity Types and Their Contexts

Common labels for activities--lecture, seatwork, recitation,
discussion--are intended to distinguish amérg different arrangements of

teachers and students. In the present study, however, these types

-

seldom existed in pure form in classrooms. Although a particular

pattern may have dominated, most segments were mixtures: Teachers often

inserted questions in lectures or made announcements during seatwork.

of rontent and reviews of completed assignments, segments which occurred
frequently (cf. Stodolsky, ?éigﬁi&ﬁ,.éhwiipéiiérg;‘i?éi); Content was

typically presented by going over a worksheet or a section of a textbook
using a combination of lecture, questions (often related to information

learned previously), and oral exercises or examples.. Work was most

often checked in class by a combination of recitation in which students
supplied answers and lecture in which the teacher gave answers or
expanded on-a student's contribution. . R

In addition to the mixing of formats within segments; there were

o

»

many inStancés‘in which different segments were bound stogether by a

.
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thematic unit&. This happened most often when a whole-class presenta-
tion ierVed is‘in 1ntroduct1on;to seatwork. Indeed; most whole-class

presentations were introductions to specific seatwork assignments rather

than more broadly construed discussions of content and its iné'ahiﬁg.'

(Tﬁii subordination of preieﬁtat1ons to seatwork may be a functxon of

-

class presentatxon followed by ieatﬁork" wds a conmon sequence. In some

.

c‘ses, seatwork was followed, in turn, by a segment in whic¢h the assign-

ment was reviewed and giaaéa in a ieéidre or récitation format. 1In one

ary. - Students then copxed words from an overhead and looked these up in
their dictionaries. The final segment consisted of a brief game in

Which the teacher called out a word and the students raced to see who
~ - . ] ] -
o could find it in the d1ct16hary f1rst. In analyzing narratives it often

- seemed inappropriate to separate segments which were tied together in
this manner: There was a clear sense that the different activities did
not function independently but worked jointly as a unit to make use of

- session time:
The term "lesson" ﬁée:iﬁfréaﬁeea in a attempt to represent the éeis
bfifelatea activities EEEE resulted from the Biﬁaiﬁé of ?égﬁéﬁi? ‘
_tbgether by a theme (cf: Ross; in press?) Tg;s term eﬁﬁﬁiiiiea the

content dxmensxon"whxch organxzed the separate,formats; It aiso caiied

’

and the aetiviti that structures classroom events:

: ) . i ) . 7' i . i . ‘

Thé nesting of activities within class sessions and lessons and the
mixing of formats within §e§ﬁents suggests a need for caution in using

/ R 22623




.the tqrm "activity," at least at the junior high school level. The term
.can éiiii} become an abstraction that has little relation to the stric-

ture of classroom events or the way teachers th1nk about their task. )
Certa1n1y more work needs to be done to understand the actual cbnfigura:
tion of activfties‘and thebﬁay‘they are embedded in iargér contg;tuai

, units\xithin‘classrooms. | | |

‘Activity Boundaries and Distinctivenéss <

' I

to a feature ‘of act1v1t1es that seems to be related to ach1eV1ng order

I [ .

in clissrooms. Th1s feature ;s=thevdegree to which activity types are

distinct ana bbuhaatiee are clear1§?ﬁ§rE8&; A;iiﬁ (i979) raised this

'and beglnnxngs of act1v1t1es in a sequence, had hxgher work 1nvolvement.

A4

The results of the present study tended to conflrm Ar11n 8 f1nd1ng

Successful mxnagers (as measured by such 1nd1cators as student

engagement and the amount of 1nappropr1ate and'd1srupt1ve behavfor)'had
- ®

'g-d1st1nct patterns for opening and clos1ng sess10ns and c1ear1y s1gna1ed

k] te

. the beg1nn1ng .and ending of segments. In other wbtds, they act1ve1y

orche?trated classroom events: Indeed, Teacher 25 was observed on 11/15
: and 1731 to mark transitions c1ear1y even when there was a natura1

b1end1ng created by self—paced segments 1n which students Were to fInlsh'

- N _-,..,';q

one ass1gnment and beg1n another.. Thls markxng was dope by Interruptxng

A —

.when most students appeared to have f1n1shed the fIrst assxgnment to

cbllect papers and téll the class to move to the second assxgnment* It

‘vas as 1f effective managers were,h1gh 1n s1tuatxona1 awareneas and

: P S
communicated this awareness by g1v1ng a runn1ng commentary on events

N
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taking place in the room. In addition, mixed activity types were not
typically used. That is, the "program of action” within activities was

often s1mp1e and pred1ctab1e and activities were easier to identify and

describe at Level 1 of the analysls. Less successful managers, on the:

other h&hd; ofteﬁ used hyﬁfia ac:ivieléa; especially for 1ntroduc1ng .
o

difficult to segméht the behEV16r stream Hhr1ﬁg the writihg of aétiViﬁi:l_
descriptions at Level 1. Beginnings of sessions and of activities vere
often slow, and endings often &ri;:éa off ints unstructured free time of
talking and disruption. Indeed, there was & general looseness and lack
of atténtion to detail in classes of ‘less successful managers.

Teacher: 14, for example, was observed to lose wdiksheets, hand out the

wrong assignment, and erase sentences that she had written earlier for
- - ‘ -~
an oral exercise. Other less successful mariagers fa11ed to have some<

-

th1ng for the students‘to do at the begInnIng of sessions or at the end

of self:paCEd seatwprk segnents; (A prelrmxnary analysis of some

heginnihg teachers hét 1nc1uded in the ﬁrESEBt sample suggests that they

suggest1ng that there is in part a student effect on teachers in these
velasses. The above difference between more and less effect1ve managers
were noted, however, for teachers work1ng with s1m11ar populat1oné of

studentl (e. g5 Teachers 3 and-14). More attention will be given to

Eihigiﬁg'iéw-shiiity classes later in this paper.



Getting Activities Started

Most of the data used for the present analysxq,were gathered durlng

the first 3 months of the school year. Thus the data are especially-

useful for watching how teachers establlshed act1v1ty systems in their

classes, and. major attention was given to an analysis of this aspect of

achiéving order in classrooms.

In classes of low ability students and less effective managers;
there was a tiear es¢§1atiaa of Eishehavior‘(defined as low engagement
and high levels of ipaﬁéfaafiaié and disruptive behavior) during the =
first week of the school year (see Doyle; 1979): 6fteﬁ ‘the fitstfaay

went fairly smoothly and studenta appeared reluctant to part1c1pate in

class activities. After this 1n1t1a1 hesitation, however, there was a
rise in the frequency of misbehavior and an eventual stabilizing at a
moderate to high level of occurrence. | \\

This escalation of misbehavior was less ﬁaEiééiSié in average- to .
high:ahiiitj classes of successful managers. The analysxs of narratives |

suggested that at. 1east two factors contributed to this early stabiliza~

tion of order in these classes. First, successful managers tended to

- -

hover over act1v1t1es and usher then along dur1ng the first weeks of

'school. This hover1ng and gsherxng was especlally prom1nent dur1ng

seatﬁork‘pegments. Successful managers gave prec1se 1nstructxons for
doing the work, often going over the firét few>rtens of an exercise
aaEiﬁg the introduétion to seatwork. They then moved around the room
checking to see whether students were doing the exerclse.properly and‘
urged siower students to get started. Contacts with 1nd1v1dua1 students

were very brlef as’ teacher attent1on was distributed w1de1y across a

l

class. The teachers would even give answers to students who were hav1ng h Y

‘trouble completxng the ass1gnment In other words, the ‘teacher's

< =29<
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présence was announced continuously and the emphasis was on getting work

- done. After approximately the first month of school, this hovering and

ushering declined and there was a "settling in" to work routines. The
teachers then were less active as organizers and conductors during seat=-
work segments and spent more time with individual studengs. Less

Al

successful managers, on the other hand, often made this shift to
individualized attention prematurely and had more difficultly sustaining

r

with information about curriculum content and assignments rather than
e i Do ot m
misbehavior. This was done in part by giving a running commentary
about academic work and activities. For example; during seatwork

-successful managers often gave private, work=related contacts a public 4
charactér by talking loud enough to be héard by the entire class. They

also noticed when a student' was on the wrong page or was using the wrong -
A o , ) L o
book. Successful managers also blocked any event or incident that might

interfupt the flow of an activity or break the rhythm of the class. _
During public presentations; for example, they tended to defer interrup~
tions caused by student questions ("We can take care of that later.") or

ignore rule 616;5Ei6§§ that did not disrupt the activity (e.g., gum

chewing) until transitions or seatwork so that disciplinary conmtacts

vere less public. Indeed successful managers seemed very reluctant to .

have public confrontations over misbehavior. In .classes in which. the
potential £3r misbehavior was high .(i.e., students often tried to

; misbehave); more successful managers would often ignioré minor inappro-
priate behavior, such as talking or calling out answers, and push on
' ;itﬁ activitiés even though somé rulés were e@entuniiy never enforced,
“ - - . . . , i ’ ;. -
ey ~ '
: -30d3. ¥
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Less aﬂcceaaful managers, on the other hand, often read1ly accepted

1nterruptIona and attended to rule violations.

.

Teacher 22 provides a particularly interesting case of activity

management. 1In her Period 4 class, there was & small group of boys who
N : . -

‘ffédﬁéﬁfly iii;fﬁtéd ﬁiéBéBi&iaf and ignored tneiteianrié reprimands.

- Moreover, these students Jozned\one another qu1ckly whenever an incident

of ﬁiéBeHanor;Beéan; There Gié; in other words, a rapid "spread of

.- -- - - -~ - _ o - . _ i -
effect" for inappropriate and disruptive behavior. “The teacher dppeared
to respond to tiiis situation by ﬁaaﬁ ahead with activities, talking

v

cont1nu0usly about work and hover1ng over seatwonk segments; - iﬂ
s )

addition, she ignored the misbehavior of the small core of disruptive

studentg and reéprimanded iésa serious offenses by students who were more

likefi,to'cooperate. ln effect; she focused _public attention on 8CtIVI-

-
-

L ' '\>

:tzve stLdents and prevent1ng oﬂher students from joining their ranks:

And in the long run she was successful: The act1v1ty system took hold

and began to run smoothly. ﬁoreo\?eri the original core of diarﬁbtine

students eventually became involved in academic work, and ratings.on
<E7 indicatoré of management success showed improvenént In sum, the

Sas

Lo teacher was abie to turn the situation aroiind——a rare event?1n
Pl

N P teacﬁin§:4aitﬁoﬁéﬁ tﬁe process of getting activities started was
 protracted.
It seems clear from tnié_anai§§i§-tﬁit successful manager;:directéd
: - - s
iﬁblic ittentiodéin ciassfooﬁs to activities rather than misbehavior.

’

4
‘rhythm or flow of class events. When faced with situations thch were

.difficult to manage, they bpaﬁed‘iﬁeid with Eﬁé'aéEiVity system and

\




, | % L .
protected it by ignorijing miébéﬁé&i&? and riiéiﬁé;EEEEr threshhold for -
. Y

D

iéééﬁtihilruie Violétéoﬁé. In the cases stﬂﬁ1ed here, th1s approach

appeared to contribute to ach1ev1ng and suétatntng order in classrooms.
. o7 : L : _ . L_ ) - . ..
- ——-Pushing- {;11'5 170 2 o W.XTE £T] - Seri RIS

A Unt11'recent1y subject matter. has not been‘a central‘cons1derat1on

in research on teach1ng. Nevertheless, ‘studies have shown that

éantent—reiated variabieé such as opportynity to learn and curriculum

pace are consxstently assoc1ated w1th-dearn1ng gains (Confrey, 1982,

.Good' 1982) The amount of 1nformatxon abaut content in the narratives
. N .
used for the present study is’ iiﬁifea because JHCOS observers were not
]

instructed to attend to this dimensions: Nevertheless, iE was ‘possible
to obtain a sense of how the éﬁ;i&éﬁiﬁE'GEE handled:
Chrriéﬁlﬁi became éh issue in the ﬁreéeﬁf-ifﬁdi because one
* teacher-~Teacher §2--had h1gh ach1evement (rank1ng first and fifth in
ga1n) and low 1ndftators of classroom.order The analy;1c of |
Teacher 42's clisses %hdicatéd thitréﬁe ugéq many 6£q£pé'§ratticéi of L
less successful managers. Openings of class sgssions were slow and
there vas a i6o§enee§ around the edges of activitiég.; Iﬁ;ppr;pfiéte'
’ | behavior was high and the teacher éeiébm attended to aésaiia;‘ Yet, the
teacher appeared to push students;thr0ugh the turriculum. sﬁé ihtnbf’

4

C -

" duced work and tended to 1gnore*1nappropr1ate behav1or. In add1t1on,
X

uhe frequently graded assxgnmeﬂts in class e1ther by herself or in

Yoo s I . .

vhole—ctass checking sessions.
. ' e

A similar g%éiﬁre of pushing students throughfrhe curriculum vas, B
- . N T

apparent in Teacher 2's low-ability class. . The teg;her often seemed to.

tolerate m more xnapproprxate behavior than she wanted but cont1nued to

direct attention to content and accountab111ty‘for work.

\-32- o
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This combination of low management success and high achievement

gaiﬁ is prohahiy iikéiy to be unusual. A aréiiaiﬁsEi‘iaaiyAis of twi

:

low achtevement gain Ia{gely because they tended to. abandon the
curriculum in an apparent effort to ma1nta1n cooperat1on in activities -

and stop misbehavior;, This ﬁuestion—will be éxplbréa further in

l S 3

low in achievement. ~
T Loticlusion

The present aﬁaiysié of Eﬁé,ﬁﬁﬁagement'af activi:iéa in 5uﬁibf higﬁ :

) order in a c1assroom. In’ partxcqlar, the analys1s suggests that

successful managers are able to:

1. Construtt lessons that-fit the exfernally-paced schedule of the
S o . . S s " o
school day; S ) ; ‘

2. Use activities that have a clear program of action for °
- ‘ [
participants; '

3. Exp11c1t1y mark the boundaries of act1v1t1es and the transji-
' -

tionsqbetween activities;

4. . Demonstrate s1tuat1ona1 awareness by attend1ng to deta11s and

fffffff Q.
1

comment1ng on events tak1ng place n the room;

5. Protect a9t1v1t1e§ untxl the& are established by act1ve1y

m1sbehav1ot that: d1srupts the rhythm and flow of events' and

6. Push students through the currxcuium even when mlsbehav1or is

preyalent in the class.
‘ RN ST T A S R CEE R EN
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It is important to emphasize that these conclusions are based ‘on a

preliminary analysis of the JHCOS narrative data.. To datg, Only a small’

number of comparisons among junior high English teachers has been made.

Foture plans call for analyses of activity managefient in more English
classes ‘as well-as several math classes. In addition, a sample of

’

" elementary teachers from the QEasérooh Management Improvement Study

(CMIS) will be examined to ascertain commonalities and differences

'project appears to provide a way of understanding management processes .

and ‘specifying the procedural knowledge teachers need to be effective
v _

K
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| Table |
Achievenent Data for JHCOS English Sample
(Resi-  Teacher Clas - Obs.  Pre  Ruith . post
dual)  (Period) Residval  Level Rating  Meat  Residual - Rank  Mean  Rank .
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Table 1 (continved) °
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Table 1 {continued)
SRk - L o o
(Resi-  Teacher Class  Obs; Pre  Rwith Post
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Note ~ Teachers in boldface vere included in the present study,
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Table 2
.ﬁénageme'ni Indicators for JHCOS English Sample
‘Rank " Ratio of

(Resi- = Teacher  Whole-class Disrup-  Task.  Inappro-
dual) (Period) to Seatwork Success - tive - Orient _ priate .

1 142(02) .68 3.18 1.66 3.64 . 2.00
2 127(01) .58 433 1.00 4.73  1.00
3 738(04) .74 3.60 i.10 “4.60 °  1.13
4 eMT132003) .60 3.80 1.30 - 4.60 1.33

W

T42004) .33 2.33 3.47 2.93  4.82

o

TO7¢04) .22 3.83 1.17 . &.58 1.88

.43 a7 1.31  4.31 2.20

~4 |
")
»H
oN
~~
=
—
St

T02(06) .35 4,00 1.17 3.58 3.11

0o |

129(06) 27 3.3 1.82 436 2.25

M‘\p\

10 . T03(06) 36399 121 47l 2.38
i1 T29(05) 57 L35 - 2.08 0 3.58 1.8
iz 136(03)- 55 417, 1.08 492 1.00
13 © T25(02) .16 3,67 1.73 4.67 . 2.20
14 T31€06) .70 - 2.75 2.58 3.17  4.33
15 - . T03(05) . .56 3.9 1.00 5.00 2.4
.16 S 1sicosy .66 " 3.00 3.15 2,92 4.11
17 - T02€04) A . 3.57 1,29 - 3.1 2.78
18 - T32(02) .65 3.82 1.55 4.55  1.38
19 T27¢04) .49 4.31 1\ﬁa 5.00 1.11
20 T14(01) 66  2.75 229 379 2.9
21 107(05) 23 3e 1.3 462 178

22 T05(06) .36 4.27 1.75 4.75  2.00




Table 2, continied

‘Rank - _Ratio of - o 3
(Resi- _Teacher = Whole-class Disrup- ~Task  Inappro-
dual) (Period) to Seatwork  Success tive Orient — priate’
23 122(06) .33 3.25 1.92 3.75 2.75
34 T14(02) .0 3.00 L77 3.38  3.40
5 25 T53(03) .27 32 2.3 321 3.y
26 T125(05) ! 3.85 1.62 4.56 228
27 0505 .45 420 10 490 L
28 122004 .28 3.14 2.93 3.50 2,70
29 T53(06) , .49 3.25 277 2.7 4.11
30 T06(04) .41 4.00 ‘.i;73;';;i 3.73 3.38
31 . T8I, - .59 2.80 .2.53 3.60 2.5
32 T8 .56 - 2.92 1,92 ' 3,50 2.44
33 T46(02) 46 400 .21 3.75”‘{\§i5b‘“ """"""""""
34 T06(05) .19 3.78 133 3.88  3.00
X = 3.55 1.73 4.04 2.47
SD = .520 .657 666 979
e - .-

. Note: Teachers in boldface weére included in the present study:

‘4;5ui.'1.
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